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The relationship between structural coupling within 
schools and school effectiveness was examined through two 
questionnaire surveys of 89 public elementary v and secondary schools 
in Kansas. The measures of school effectiveness included teacher 
perceptions of their school's adaptability and goal attainment,, 
teacher job satisfaction, end student attitudes toward school. . 
Structural coupling was measured by seven variables, comprising work 
interdependence among teachers arid between teachers and learning 
.disability specialists, schcpl discipline procedures, teacher 
isolation, and teacher communication with principals, other teachers, 
and learning disability specialists. The two surveys covered^, 697 
teachers and 880' students in the fall and 1,442 of those teachers and 
all the same students the following spring. Analysis of the coupling 
Variables using measures of central tendency indicated the/ schools 
were loosely coupled. Correlation coefficients showed significant, 
positive correlations between the coupling variables andihe measures 
of school effectiveness. This suggests" schools with tighter coupling 
are more effective. The qorrelations were stronger in ^the spring than 
the fall. The authors suggest further research on schools' structural 
configurations, sociomeiric interaction patterns, and methods of 
structural coupling^ (Rl^) 
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.STRUCTURAL COUPLING IN SCHOOLS* 

In tfte literature dealing with educational organizations, an accepted 
generalization is that the dominant school forn^TrTth^ United States has 
become *|f£ge scale units, structured as bureaucracies and managed by politr 
.ical systems (Meyer and Rowan, 1978). A common assumption is that, as the 
scale of^chools "expanded, higher levels of coordination and integration 
were required. Bureaucratic controls, then emerged, to structure the activi- 
'ties efficiently. -The basic premise is that multitiered conizations are 
necessary to communicate accurately the school system's objectives from 
top to bottom, to monitor actions and. outcomes, and, if necessary ^ to 
'order corrective .actions (Ouchi, 1978). < • 

Many scholars have recently started to reject the notion of schools 
as tightly linked bureaucracies and' to accept the proposition that schools 
lack close internal coordination, especially for the content and methods! 
"of instruction. For example, Meyer and Rowan (1978) concluded that in- 
struction tends to be removed from the control of the organization struc- 
ture, in\both,its bureaucratic and colleague aspects. Moreover, Dornbusch 
and Scott (1975) discovered no evidence of effective evaluation or control 
in school systems. As a result of such findings and similar observations, 
March anH Olsen (1976) and Weick (1976,1, conceived the structure of schools 
as being loosely coupled.^ In fact, specul ation 'has been particul^r^ 
quent about the strong Effects" df structural coupling or f linkages on school 
outcomes. ' * 

^ I . 

An area.also needing further conceptual and empirical development is 

organizational effectiveness of schools. When this topic is discussed, | 
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accountability,* qual ity,' student achievement, innovation, and morale repre- 
sent outcomes that frequently are proposed as effectiveness criteria. ^ \ 

s . • * , * * * \. 

Many of the arguments or discussions conclude with the generalization that x 

effectiveness tcannot be defined and measured. 'As a central theme in the' 

operation of schools, the difficult questions involving, school effective- 

ness cannot' be avoidedr~ Education is not devoid of effectiveness indicators* 

Educators and members of the publ ic - ackrfowledgefchat different schools 

"achieve different degrees of success, even with similar student popula-'. 

tions. - ^ 

i Integrating structura.1 coupling with theoretically b^sed. ideas* of 
organizational* effectiveness- and testing*-the «posite$| relationships could 
produce* significant insights for practitioners and scholars. .Structural 
coupling d.efines mechanisms in schools thtft guide .the -hehayior gfjndi- rj, 
vidua! s v The formulation and implementation^ individual ized educational 
programs '(IEPs), for instance, reguire high levels of cooperation among 
teachers. Therefore, the effectiveness levels of existing and proposed 
programs for learning,. disabled and, indeed,- all Students depend on the. 
link- ifcs of teachers, technical sp^pialists and administrators.* Based -on 
the need and importance to understand the relationships among the struc- 
tural and effectiveness variables, two purposes guided the investigation: 
(a) to determine the associations between structural coupling and four in- . 



dicators of school effectiveness; and (b) to assess the stability of the •>.. 

: \ 

relationships during a school year. [ 

Conceptual Perspective for School Effectiveness ■• 
- Tolask a global question about whether a school is effective or. in- 

effective is a non-productive exercise. Effectiveness is not prje thing. 

/ * 

A school can be both effective and ineffective depending upon the criteria/ 



used, whijh may be independent of one another. Therefore, a basic assump- 
tion guiding the development^ a definition of 'school organizational ef- 

* * 

fectiveness was that the concept is multidimensional/ Four concepts were- 

*• * 

used as indicators of organizational effectiveness: perceived adapti-. 

* «• * . * , 

bility, perceived goal a'chievement, teacher job satisfaction., and student 

* , © 

attitudes toward school. 

. The selection of these four criteria was based on* the four* critical 
functions—adaption, goal attainment, integration, and latency—that Par- 
sons (1960) postulated were necessary for % the suWival of a social system. 
Adaptation is concerned with* the system's need to control its environment. 

Schools accommodate themselves to the basic demands of their environment 

**\ 

* ■ * * * ' .** * < 

'by attempting to transform the external situation* and by* changing their 

internal programs to meet new ♦conditions such as demands for programs to 
'ass.ist children with special needs. Goal achievement is the attainment of 
system goalVv s ^^e system defines its objectives- and mobilizes its re- 
sources to. achieve these desired ends* Typical indicators of .goal gratifi 
cation for educational organizations are academic achievement, producr 
tivity, efficiency, and the quality of students and services. Integration 
refers to a social solidarity within the system. It is the process of 
organizing^ coordinating, and'unifying social relations into a single 
structure. Among the primary social concerns 'of the school are employee 
job satisfaction and morale. Finally, latency is thje maintenance of the 
value system. Effective schools require high commitment and appropriate 
behavior by educators and students to reinforce the organization's norms 
and values. An indicator of latency is the attitudes of students toward 
school. Thus, four criterion variables constituted a theoretical/ly based 
composite of performance indicators. 
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Conceptual Perspective for Structural Coupling of School Activities 

Lcws^coupJ-ijfg^&ns^ - ~: 

tively disconnected and lack* intefdependencies. Weick.(1976) described 

the concept with- the image that, while the parts of 'a school are responsive 

v to one another, each preserves its own identity and physical or logical 

;eparatenes^. .A result is that the activities of one part ' impact other 

inits less than had been assumed. The change in perspective fronf schools 

- . \ ' n 

as tightly linked tp loosely coupled organizations suggests that some 

school functions ?.re les.s interdependent than would be predicted by tradi- 

tional bureaucratic theory. Bidwell (1965) had proposed this change 

earlier with the observation that schools are characterized by structural 

looseness for instructional ly related activities such as curriculum and 

technology, evaluation,, and direct authority over instruction. 

. ■ Mintzbjerjj' (1979) provided a background for understanding coupling as 

an important concept of organization. He conceived organizations as being 

composed bf five parts: strategic apex, support staff, technostructure, 

middle Tins, and operating core. As professional bureaucraoi.es all five 

-a . 

parts are present in school systems. However, the technostructure, middle 
line, and operating core are most directly involved in the instructional^* 

processes. m 

The technostructure is comprised of specialists who serve the school 

by affecting the work of others. While being removed from the primary 

work flow, tjiey may design, plan, and change the instructional processes 

or train people who' do (llintzberg, 1979:29^ These specialists are con- 

cerned with adaptation to meet environmental changes and with stdndardiza- 

tion to reduce the need for direct supervision. In schools the techno- 

* • • 

^structure Staff provides a variety of services, such as curriculum sujier- 
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vision, student quidcnce and counseling, and special education activities 

- **» * * * . 

to help the teacher's better perform their t As. During the past few 
years, the number of special' education specialists has increased ~<lramatf«* 
cally. to meet the changing demands for services to children with various > 
disabilities and tc) standardize the responses to similar needs. 

; The middle Tine of schools is composed primarily of .principals. They 

have authority over the operating core and embody the coordinating mecha- 

■• « - * * < * 

** % nism of direct supervision.' Among the many tasks that middle-line admin- 

^"1- " istrators perform are the development of liaison contacts and communica- 
/ tion of information within their schools. .However, the most time-consum- 

•ing roles involve "negotiating 'and hatndling disturbances. For principals 
this includes working with teachers to resolve issues of student disci- 
. - »' pline. . ■ * 

Educational organizations are/ professional bureaucracies which depend' 
primarily on'the standardization of skills in the operating core of m- 
\ struction for coordination rather^than direfct supervision by the middle 

line. School systems assume that teacher training programs and state cer- 
tification standards produce jteachers^vith adequate competencies, to per- 
' form the teaching tasks. Once teachers are placed in classrooms, they 
make most of the. instructional decisions and little supervision is re- 
. — ! quired, i f 

With a high degree of independence* formal linkages or flows may be 

" • " \ ■ 

limited in quantity and may have little impact on tne work process in^ . 

schools, a situation described by Thompson Jl967:.54) as, pooled Jnterdepen- 

dence. This condition has Tittle need^fSr linkages among members , of the 

o»^an1zatiqp» Because each /part makes^a disfcretQ contribution to the wjiole, 

, and each .is supported by the whola. In schools characterized by pooled , 
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coupling, teachers may share facilities, equipment and budget, but work- 
alone_with students. Teachers workfng.in isolation have little <need for 
coordinating mechanisms or structural linkages with each other or with 
personnel in. other parts of the school. The classic, il lustration .is that 
teachers close the doors and conduct "their classes independently of others. 
Except in special circumstances, only the students observe the instruc- 
tional processes of teachers. Administrators, technostructural staff, and 
colleagues, .therefore, have limited direct -influence on what .teachers do 
in their classrooms. This conclusion is generally supported by the firid- 
ing that within a given school teachers,., exhibit littl'e agreement when 
describing school and classroom prac'tic'es "(Meyer, Scott, Cole, 'and Intill, 
1978). ; • „ 

V 

In schools using more traditional designs, work dependencies for 
teaching and planning typically occur on an 'informal and low frequency 
basis. Teachers occasionally share ideas and teaching techniques. The 
informal linkages are'fluid. The exceptions are situations in which 
teachers, principal's, or technostructural staff already are interdependent' 
through team or group activiti-es such as writing and evaluating IEPs. The 
'formal school organization often develops strategies to tie^ various parts . 
of the, school together. Teachers are involved in periodic 'inservice train. 

/'ing urograms, faculty meetings, and' committee assignments, pese repre- 

; *• ' i ■ X . \ 
sent attempts by the organization to couple or link the parts of the 

- I *■ 

school system together for greater coordination and control. 

Similarly, Bridges and Hallinan (1978) maintained that work system 

interdependence is present in school s where^a-J>igK-i : reqiiency-oiM:eacher 

interaction's present. They fourfd.that work system interdependence,. com- 

munication, 'and group cohesion among ' teachers were all significantly re- 



lated tb each other, interactions among teachers, administrators, and 

technical" specialists J occur to coordinate tJieLWorJc-act-^ 

satisfy human so .cial. needs/ Team or group activities such *as cooperative 
plannijTg^rna^commLinication reduce the structural looseness, in a school's 
'operating core.. Some organizational configurations and group practices do 
promote, structural linkages. For example, evidence was found to support 
the argument that newer methods of teaching in openspace schools tend to 
move teachers into collaborative arrangements, and^av/ay from the tradi- . 
s tional arrangement of isolated' classroom teachers (Cohen, Meyer, Scott/, 
and. Deal, 1979:29). In addition,' teachers and other personnel within and o 
apross subject areas and special services in the technostructure may for- 
mally or informally assume the shared responsibility for accomplishing a- 

set of educational objectives.- They collaborate; that -is, educators! com- , 

^ . — *■ 

municate. and plan interdependent sequences of classroom or other activi- 

<,r 

ties. The teachers then become responsive to each other and if changes 
occur in the content or process of the operating core,' an 'impact is. made 
oh the others. These assertions are attenuated somewhat by Bredo's 
(1977:308) conclusion that even among teachers on teams, interdependent 
activities are relatively infrequent and of limited influencer 

In sum, linkages or coupling mechanisms bind the parts of a school 
organisation together. Important indicators' of structural coupling in , 
'schools include: for the operating core, the work systenj interdependence 
among teachers and communication among teachers; for the operating core 
and middle l ine administrators, <£he comnuni cation between th#*principal (s) 
and teac hers and discipline pr ocedures: a nd f o r J:Mj3P.e.rajtjng^aone^and^th€L 
technostructure, the communication of .teachers -with LD^specialists and work 
system interdependence, of teachers and LD specialists.. Finally, isolation, 



N as the-number of hours teachers spenfc In 'school working independently of 
other adulfs, indicates a lack of structural coupling or linkages within 
'the operating core'and with other parts of the system. 

Posited Relationships for Structural Coupling and t 
± ' - Indicators of School Effectiveness 

The literature, contains evidence that structural coupling in schools 

v 

is: systematically related to the indicators of organizational effective-, 
« *» 

«• • 

ness. Extrapolating the existing "knowledge to the present study allows 

a . - 

for the development of theoretical rationales and hypotheses for the vari- 
ables. • , % 

Adaptabil ity , ' 

* # * * * 

Of all the criteria for organizational effectiveness, Steers (1975) 
^ound that adaptability and the closely related concepts of flexibility > 
and innovation jare the indicators used most frequently by researchers as 
effectiveness'measures. Generally, adaptability ties the. capacity of or- 
ganizations to modify their operating procedures with internal and ex- 
ternal forces that. induce change. In schools, adaptiveness can be defined' 
as the abilities of professional educators to perceive forces of change's 
.and to initiate'hew policies apd practices to^iaeet emergent demands,. .In- 
novation-represents a major problem for professional bureaucracies because 
major innovation* requires cooperation and communication across disciplines 
within the operating core and across p^rts of the schools (Mintzberg, 
1979:374-376). . . • 

* • ; . • 

Findings by Mi skel (1977) indicate that schools described as using 
administrative planning, research and evaluation procedures, having free 
and open communication, and making decisions participatively also initi- 
ated or maintained a high level of innqvatiyeness. Moreover, effective 



communication is particularly important for the effective functioning of 
organizations that face an uncertain or changing environment (Steers, 
1977:147). Similarly, Baldridge and Burnham (1975:175) found that com- 
munication linkages in schools were positively 'related to the adoption of 
inrio^lions.. Therefore, conceptual and empirical evidence exists to sup- 
port the following hypothesis. ^ ^ 

Hypothesis. One . Tnp structural coupling variables will be sigriifi- 

"* * ' 

cantly correlated w,ith the perceived adaptability of schools. 

Perceived Goal Achievement ' " 
~~~~~ * ~" r * 

When discussing school goal achievements, many parents, gcvernment 

pol icy makers, and scholars 'define the concept too narrowly.. Usually, 

they'-mean stu-dent scores on* standardized tests measuring cognitive skills. 

♦ 

However* educators produce a number of products and services that repre- 
sent goal attainments. For example, student learning, instruction", new 
curricula, athletic achievements, art and music programs, and teachfer-^ 

parent meetings are produced in schools. Henc£, the effectiveness levels 

/ * *. * ' * 

of schools vary not only in the quantity and quality of their products and 

' - * A 

services, but also in the efficiency of production. 

Using concepts closely related -to structural coupling, Mott (1972) 
found that in more centralized organizations, perceived effectiveness 
tended to be lower. .However', effectiveness was greater when the tasks 
were structured and the climate was open. Yhe findings of O'Reilly and,, 

* c ' 

Roberts (1977:679), that accuracy and openness of communication are re- 
ined to perceived organizational effectiveness, also suppprt. of ^qtt's^. 
conclusions. Similarly, research findings iTT^u^l^al^organizations ' 
uphold Motjt's conclusions. * Formalization, specialization among, educators, 
and climates characterized by open comri*nication, participation, and hfgh 



motivation were conducive to teachers perceiving the school as*being ef- 
fective (Miskel, Fevurly and Stewart, 1§79). After reviewing literatyre, ' 
Hellriegel and Slocum -(1975:263) concluded that numerous studies have . 
found a significant positive relationship between organizational climate 

and a number of indicators of effectiveness. Basecjon this evidence, the 

• ( " ; • * .6 

* foil owing" hypothes^ was drawn* ^ m > r . 

Hypothesis Two ,- The structuraVscouplirig -va/iables will be signifi- 

•« cantly-correlated.with perceived goal achievement of. school s. 

Job Satisfaction • 

defined as a present and past oriented affective state. that results ♦ 

when the educator evaluates .his or her work role, job satisfaction repre- 

t v 'j • . • > * 

~sents a key indicator of integratiqa or^socia,!. soTicfari ty. • After, review- 

\ " * 

ing the literature, Ratsoy (1973) concluded that^teactier job satisfaction, 

w * * * 

iri general > was /lower in schools where teachers perceive, a high degree of 
bureaucracy. "Bureaucratic factors which enhance status differences among 
the professionals produce low Te^eVs^of satisfaction* Jn contrast, greater 
participation in planning^and^Secision making, "especially concerning in- 
structional methods", yields enhanced teacher job satisfaction (Belasco and 

• . \ 

Alut|:orl972;. Mohrman, Cooke, and Mdhrman, 1978). Similarly, Bridges land • 

- r • ' . . - 

Hallinan (1978:32) found that work- system interdependence was positively 

related to groufi cohesion and negatively related to teacher absenteeism. 
Moreover, .both "the downward and lateral djrectiohal i ty of communication . . 
are significantly correlated with job satisfaction, with the downward di- 
.rection being positively related and the lateral direct^nHteTng nega- 
tively related with job satisfaction, respectively (f4ichinsky, 1977:603).. 
^ • 

Employees who-are dissatisfied with their jobs may. restrict their commu- 
nication primarily to their co-workers. However, the findings of Forsyth 
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and Hoy (1978) reveal. that educators isolated from friends and coworkers 

exhibit l»igh levels of=>al ienation. Bas'ed on this reasoning, the following 

hypothesis was drawn. . ' - * . 
*• i 

1 Hypothesis Thr ee. The structural coupling variables will be signifi- 

1 *' * •'- . • 

> . \ cantly cdcrelated with teacher job satisfaction. 

Student Attitudes ' ; • 

/ • * ■ . 

*How the stu dents 'describe the learning environments represents the 

' effectiveness of schools inr meeting the 'latency needs of social systems. 

."Grantfjean and Vaughn _(1981:288) demonstrated that several factors ex- 
plained individual variation in attitudes of students towa ru v school s. V 

'Positive viete tend to be held by students who, for example, take classes 
in 4 the nori~co1]ege track, are socially -active, receive high grades, or , 
feel that students have appropriatejnfluence on school policies. The 
i<n ves t i ga to rt'Tpecula^ cha ni sms e xp 1 a i n i ng- fehe-d+fferences-could 

be social-psyehologic/l, structural, o>-bQth. It seems reasonable to ex- 
pect that these factors v/ould^include teacher ljnkage^ within school which 
could v facil itate, student activity. and participation. Tea<^§rc^who plan 

.and communicate more frequently with other educators should be able to, 
offer. students more opportunities to excel than less interactive teachers..' 

Therefore, support exists fbr the following statement. 

• Hypothesis Four , The structural coupling variables will be signifi- 

cant-ly correlated with student attitudes toward school. 
• • • 

METHODOLOGY 
Sampling «and Data Collection Procedures 

The population fpr'tfie study was" 89 ptfffTTc elementary and secolflfia ry 

' v / * 

schools in Xansas.' Although procedures/were not used that ensured a ran- 



dom sample, care was taken to select unban, # suburban, anji rural schools 
from diverse geographic areas of ka^s. For example, schools from the 
largest districts in the- state were included as well as schools from/ 
districts with less, than 500 s.tudents. Of the 92 schools that were- 
selected, 8tf .( f 97%) agreed to participate .in- the study. 

Whiife the unit of analysis was the school, most of the data -were cdl- 

. . f^- 
lected from teachers and students. From faculty rosters three groups., of 

teachers were chosen using a tabT^ t of random numbers. When the school 

was large enough, eight teachers were chosen for each group or 24 total. - 

If a school hdti'less than 24 teachers, then, the number for each group was 

reduced proportionately. A total d£ 1,988 teachers were included in the \ 

sample. Using an original and two\follow-up mailings, 1,697 (85%) teachers 



in tie' fit 



•returned the measures in ttfe first rWid.^ Jn^he spring 1980 or the. second 

t * 

roirnff, only the^#97^tfrat~h^O^^ sent the same 

measure as the one they had comjfleted in the fall 1980. A total of 41 * - 
teachers were no longer in the schools. Of the 1,658 Jhat remained, v 1*442> 
(872) returned the instruments. This return rate mfeans that the overall^ 
participation level was 73% of the' ini^iai sample.. - 

•In addition, ten students .from each school or 890 were asked to com-* 
plete a -student attitude measure. Personnel within each school sel'ected 
\ these students. In secondary schools, language arts teachers faade the 
\ selections. In elementary schools, a third grade teacher selected the. 
\ students. A total of 880 (99%) students participated in each round. 
Data Collection Procedures 

^To reduce the probability of a response'set across the different per- 
ceptual instruments and, therefore, to maintain methodological indepen- 
dence among the measures, the teachers were randomly divided into three 
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groups. On^third responded to si^of the seven measures of structural 
coupling, oHejthircT to the scaled V a variable- not, considered in the pre- 
sent paper, and one^third- tof'an indicator of structural coupling~,(work 
system interdependence "of teachers with learning disabilities specialists), 
1 and' the cri terion -variables of job satisfaction, perceived adaptability, 

• . . • < 

and perceived organizational effectiveness: "• 

Since the school was the unit of analysis and not the individual, 
data were aggregated by averaging the teacher and student responses within 
"each school. The result was scores on 11 variables for each .school,:- 
seven structural coupling and faur indicators of effectiveness. 

The'data were collected through mail survey procedures. Inmost 

• * * 

-cases- employees v^thin the districts coordinated the data collection ef- 
fort. They used the district mail system for sending and returning the 
measures to the research-asststant-in-the d4&tri€fe. — In-a-few ..instanceS—-^ 



the federal mail .system was used and the measures were returned directly 
to the principai^investigator. 

Instrumentation for the Effectiveness Criteria . ' 

Adaptation .^ Perceived adaptability of schools was assessed with a 
perceptual measure using five items from Mott's (1972) questionnaire. 
Miskel, Fevurly and Stewart (1979) modified the items for school setting. 
•Angle and Perry, (1981) used a similar version to measure the adaptiveness 
of transportation organizations. Example items were: People in this 
school do a good job anticipating problems. What, proportion. of the people 
in your school readily accept and adjust to the' changes? Each item had a 
five category extent scale which was -scored from one to five. The pos- 
sible range of scores Vas 5 (low adaptability) to 25 (high adaptability). 
As estimates 'of reliability, the alpha coefficients were .80 for the first 
sample set and .86 for the' second. . t , 



Perceived goal achievement * Three -items adapted from Mott's (1972) 
instrument by Miskel, Fevurly, and Stewart (197-9) were 'empl oyed to measure , 
perceived goal achievement. This self .report questionnaire asked the 
teachers to specify their perceptions of the quantity of products and ser- 
vices, the quality of products and services, and how efficient, the re-, 
souces were used. Each item had a five category ektent scale. which was 
'scored from one to-five. The possible- range of scores wa"s 3 (low goal S 
. achievement)- to-45 (high goal Jchvevement). As estimates of reliability, 
. the- alpha .coefficients were ,-7f for the*ffrst data set and .85 for' the 
second. 

Job satisfaction . A seven item. measure was used to operationanze< : \ 

thjs concept* The scale indirectly probed various' indicators of job sati^? 

•factidn/ Example items were: I often think of changing jobs;> Most other 
• .* ■* 

educators are more sa-frf sficd wit h^ieirLj.Qbs^th'an I am. The teachers/ re- 



sponded using a set of five categories from strongly disagree, to. strongly 
agree. The categories were ass,iofted values of one to five and the pos- 
sible range was from 7 (dissatified) to 35 (satisfied). As an estimate of 
>> * • . 

reliability, the alpha coefficient was .81 (Miskel, Bloom, and McDonald, , 

* & * 

1 §80 ) • For the current" samples , the alphas equaled .80 and .86 respectively. 

* * * • * 

. ' The measure has high face validity. 

y • 

Student attitudes . . The perceptions of the school by students were 1 
' ' . ysstbssed witn a measure composed of nine descriptive items. Example items 
'..were: Teachers ir^this school are friendly; Learning is enjoyable. The «• 
-n • students responded using a set of five categories from strongly disagree 
, to strongly agree. The categories were assigned values of one tpjfive'afvd 
the* potential range. was from 9 (negative) to 45 (pos.itive). The alpha 
coefffcents- were .77 for. the responses jn round one and_ .79'in round two. 
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Instrumentation for the Structural Coupling Components 

* • * 

, Seven short instruments were used to measure structural-coupling. 
;;■ The first-for linkages* within the operating core is called the intensity * 
of work system interdependence among teachers scale* Developed by Bridges 
and-HalTinan (1978) intensity of W9rk system interdependence is defined 
here^as the sum of\scores for the 13 different activities of the' staffing* 
pattern inventory. The items deal w]th coupling or linkages among teachers 
in the instructional process. The measure lists 13 activitf es, v such* as, 
lesson preparation and use 'of instructional materials, and asks* how fre- > 
quehtly teachers jointly work- together on these items. The response cate- 
gories ranged from' 0. to 5+ and were scored 0 T to 5. The frequencies were 
summed tp produce a possible range of '0-65. The higher the score, the 
higher interdependence or the tighter .the coupling. The developers re- 



.-im- 



ported that the alpha coefCicient aY £n; estimate of reliability was .95 
and presented positive indicators of validity, ~ In further developmental 
efforts, Miskel, Bloom, and McDooald (1980) found as estimates^of. relia- 
bility an alpha coefficient <of .91 and'a test-retest coefficient after"" 
four weeks of .74. Alpha coefficients for t)ie current samples were .92 
J and*-.90. In addition, the evidence, was strong for construct, convergent, 
and predictive validity of the intensity of work system interdependence 
among, teachers' scale. . 

Ten items from the- intensity of work system .interdependence amofig 
teachers scale were adapted to form*a measure called tte intensity of work 4 
system interdependence between teachfers and LD specialists scale. The new 
measure wafc designed^to assess linkages between the operating cere arrd the 
technostructure. The directions for the original, measure were rewritten 

.as follows: How often on the average db you jointly engage in each of the 

'Cf *. ■ .. . • • 
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following. activities \yith a learning disabilities specialist?- Example 
items were: • jointly select instructional materials; and jointly select * 
topics to be taught. The JO activities wore listed, and the teachers re- 
sponded by writing a- number from O^to 5t times per month. The responses 
were added to produce a score v which could range from a low of 0 to a high > 
of 50. -The alpha coefficient,^ an estimate of, reliability, was .93 for 

\ \ . 

both data- sets. The validity of ^he measure for cooperative or joint plan- " 
# • * 

ning between the operating core and technostructure was supported by the 
strong indicatore.of validity for the original instrument. 

Coupling: also was measured- by thfee versions^of a communication, ,mea- 
sure refined by^Brfdges and Hallinan (1978). For, each of sevjft, topics 
/(Tive task-relevant and tv/o task -irrelevant) 1 , teachers, checked the fre- 
qyency with which they talk with other teachers: da-jly, several days a 

* week, once a week, onc,e or' twice a month, once or twice a semester, and 

j » * 

~never=— The-weights^assigned to ^hese^x^fr^quency^ategorie^ 



the absolute magnitude of differences. -aniong the categories: r,daily-(5.0), 

** . A.. 

several days a Week (2.5), once a yeek (1.0), onceor twice a month (.5), 
once or twice a semester (.25), and never (0). *The communication score is 
determined by summing the weights of the .seven items. The t theoretical 
range of scores was 0 (low) to 35 (higfi communication- frequency). Tbe 
alpha coefficient as-an estimate of reliability was reported by Bridges 
and HalTfnan (1978) as being .88: In addition/to thi original^ scale, "two"" 
other measures were, formed by rewriting the directions to ask for the -fre- 

' < i 

guency with which teachers talk with the principal and with a learning 
disabilities specialist. Therefore, three measures of coupling through; 
communication vyere (a) ^teachers with teachers, (b) teachers with prin-* 
cipaV(s) and (c) regular classroom teachers with learning disabilities 



specialists. The measures assessed the linkages within' the operating core 

« j ^ *■ 

between the operating ,core and the middle line", and between the operating 

core and the technostru'cture, respectively. In a pilot study the esti- - 

* ' . ' * " 

mates of reliability for the first two measures (alpha coefficients) were 

.79, and ..87 respectively. The test-retest coefficients after-four weeks 

were .73 and .55. In\the present samples, the alphas ranged from .80 to 

.83. Moreover, the findings indicated construct, concurrent, and predic- 

tiye, validity/for the two 'measures (Miskel; Bloom, McDonald, 1980). The«' 

communication measure for learning disabii ijties" sped al tsts had alpha co- 

. efficients "for the currenfsamples of .91 and '.97, * * \ 

/ • The sixth coupling measure, discipline procedures, asked the teachers 

to describe the student control^ and 'discipl ine processes used in the 

school. Z'x itern^ determined the level of linkage between" the teachers fn 

the operating core and the principal, in the middle line for managing' stu- 

* dent behav ior.* #i examp l e item was; -Jeaehers -consult with the princlpaj 

, or assistant principal (s) about .student discipline 'and control. Five ex- 

tent categories (always, frequently, often, occasionally, never) were'used 

> ■ 

for each item and were'scaled from fotir to zero with a pos^ibl Grange of 
scores' from 0 (low coupling) to 24 (high coupling),... The alpha coeffi- 
cients were .86 for/the first set of responses atn(K87 for the. second. 

_ • ^ : 

' - « _Thj;jEina^ a single itenTfor 

^teacher isolation: Of the total 'hours that you spend in school each week, 
~how piany hours do you wo£k in isolation of other teachers? In ^gntrast to. 
the other more specific measures of coupling, this one Indicates a general 
absence of linkages for .the* operating core. 



. ' •/ Jesuits . . 

The four hypotheses were tested using product-moment correlation? 

> 7 r 

coefficients. Correlational coefficients were calculated for the two data 

. f ' 

^s^ts for each hypothesis. To determine the stability of the correlational 
coefficients, the results from th.e first and second-da-fea^rol lections are . 
compared and contrasted. The fJndrrtjT f rom the descriptive statistics are 



:ompafred 
lis^fse 



dis9Ksed fi>sj£--ftfuowed by the results of the formal tests of the four 
hypotheses, and finally a. set of related findings will be presented-and 
discu§sed. 

Means 'and 5tandard : ;D'evi ations * 



The means and standard deviations for the seven ccgjpling and four 
outcome variables from both data collection efforts ace given' in Table 1.* 
Kin most cases, six structural coupling variables exfomit scores that are 



^ considerably below their conceptual means.' For e^ ple^the_sx^es— for— — 
work systari ^_lnj^r^p^n^jice_. ^oj^lte.a^ range of 0-6J5 

and a conceptual mean of 32.50, have means of*-20.08 and l7;.53 A "for # ,the ,N . , 

^ first and second data pol lections, respectively. The means. are* even lower 

» for the work. system interdependence between teachers and learning disabil i- 

* , *« 

ties specialists. With a possible range of 0-50 rtUxanceptual mean of 

- * j, 

25, the actual means of 6.92 ^nd_6.7I iMteate^ 



- on the average for each of the work system interdependence- between teachers 
and LD specialists* items occurs less than once a semester. However, the 
stafrda*d deviations are quite large which suggests a wide variation be- 
tween schools.. The averages for the three, communication scales also show 
dramatic differences. Witft a possible range of 0-35 and a conceptual mean 
of 17.5, the-mfeans range from a Vow of 3.17 for communication of- regular^ 
classrodmTeachers with learning disabilities specialists in the spring 



v ' ' ' - • : . • 

Syemester to a high of '11.27 for communication .among classroom teachers. in 
the fall semester % In other words, teachers reported , that they commuhi- 
cation each item with other teachers several times a week, with the prin- 
cipal about once a month, fc and with learning disabilities specialists about 



once aynonth^In contrast, the scores on .the scale measuring discipline 
procedures for student control are 'slightly above the conceptual mean of 
12-(rangey>f 0 tcr. 24). ---The-means of 15.38 for the first data set and 

'J13.86 for the second reveal that teachers believe that discipline proce- 
dures, for student control are often monitored by teachers and administra- 

' tors. The seventh' indicator of structural coupling reveals that teachers 
spend 26 hours i v n school each week in isolation of other teachers. 



\^ Table T about here 



^-further^obsei^a1:Tan"i"s that, as a group, the change in means from 



A' * { - 

the fall to the spring suggests that strength of coupling tends to de- 
crease somewhat as the school year progresses. .With the exception of dis- 
cipline procedures, these descriptive statistics imply relatively loose 



structural linkages among the components orThe school organization. In 
/terms of linkages among the school' parts, tightest coupling appears within 
the operating core. Communication a'nd cooperative planning- are highest 
among the teachers. The linkages between the operating core and the 
middle line vary according to the'topic. Evidently, the couplingof 
teachers and principals is retartively strong for issues involving/ student 
. discipline,' but .communication^ about instruction and for socia 1 discourse 
occurs infrequently. JJie low mean' values of variables linking the operat- 
ing core to the technostructure suggest that these parts are loosely 
coupled. . i <• 



Table 1 : 

Means and Standard Deviations (SD) for this Variables s 
. , in BotjT Data Cdl lections . * . 



Variables ' . First Collections Second Collection 
^ v /Mean SD Mean SD. 

Structural Coupling 



1. \Vtprk System. Inter- 



20.08 


8.41 


11.27 


, 3.65 


) - 




3.82 


. I./57 


15.38 


2.82 



dependence: . Teachers 



f dependence: Teachers 20.08 8.41 ■ _Ji53_i 8JL5„ 

• 2. idoramuni cation: Teachers 

wfWth Teachers . 11.27 3.65 10.30., 3.44 



{ft 

3. ^Goriifnunication:. Teachers 
. \| with Principal l(s) . 3.82 . l/57 * 3.74, 1.53 

4. Discipline Procedures 15.38 2.82 / 13.85 3.68 

5. \ Communication: Teachers * 

Vvith LD Specialists 4.12 * 2.70 3.17 2.35 

6. 'wdrk System Inter- 



and LD Specialists'. . 6.92 . 6.06 6.71 c 6.89 

.7. Teacher Isolation (Hours) 25.94 6*93 26.60 7.59 
Organizational Effectiveness 
8* Perceived £daptibility 



10. Teacher Job Satisfaction 

11. Student Attitudes 
v - 



17.87 


2.17. 


17.31 ■ 


■2.95 


11.41 


. 1.00 


11.24 


1.52 


23.96 


2.78 


23.44 


3.77 


34.23 


2.45 


32.72 ' 


5. .63 



Perceived adaptability of the schools with a possible range of 5-25 
was described by teachers in«the fall (mean = 17 ,87), and spring (mean = 
17.31) ^semesters as being^sl ight'ly above the conceptual mean of 15. 
Teachers view their schools as being relatively adaptive. Perceived goal 
achievement with" a potential range of, 3-15 and a conceptual mean of 9 had 
1 means of 11.41 and 11.24 in the .fall .and spring> respectively/. Teachers 



view their schools as ciently producing moderate to high quantities of 

* ' .\ I 

fair- to good quality outcome^. The two remaining* variables are above the 

y % ^ ■ * ' : , ' - ' 

conceptual means. > Teachers describe -themselves as being neutral to satis- 

• fied with" their jobs,, With*a possible range of 7-35 and a. conceptual mean 

of 21, the neans for teacher job satisfaction were 23.46 (fall) and 23.44 

(spring). Stujdent attitudes toward the school" were positive or above the 

' " f . 

conceptual mean of 27 with greater variation in the responses for the data 



set collected in 4 tha spring semester than in the fall semester. 

Tests of \the Hypotheses- — - 

* TheKwrelation matrices . for the eleven variables in both data sets 

are sho\^?i in Table 2. The uppen, portion of the table contains the coeffi-~ 

cientSifor the data collected va the fall semester and the lower portion 

r \ . 
reports the coefficients' for the data collected in the spring semester. 

■ Fpr one-tailed tests of significance, the critical values of r with 87 

degrees of freedom are .17 and .24 at the .05 and .01 probability levels, 

respectively. . 



Table 2 about here 



Stnrctura1ncou^Ting"was" hypothesized to be significantly related to 
four school, effectiveness irjdicators^epresenting the critical functions 



stable 2. Correlation Matrices for the Variables • irwData Collections One and Two 3 

\' '*'>'' ' ■ ' f ■ 



T* . 2 3 4 ' & ' ' 6 7 , 8 9 10 11 



1 - -68* 34* 30* , 18* .32* -42* 32*' ' 28* 12 

2 * 63* - 48* 17* '32* 29*. -37* 24* 24* 10 -14. 
.3 " 41* 45* - '26* 37* 00 " 4)4 . 20* '* 16 .-03 •> -02 



n " ■ , . v* 



4 , 42* ■ 35* 38* - 07 .-13 . -.29* 24* 26* • 07 . -08 

■ . J 

,5 18*' 31* 25* 06 - "* • 35* Al . 20* • 32* -05 19* 



6 38* ". '>26t' -07 . 08 p* - -16 ' 31* '. 40* \"2* 29* 

7 "'-25* -08 01 -02 ; ' 01 # *17* - '-02 -15 08 -12 

8 41* 26* 29* ' .43* - 27* 43* 23* - .79* 26* . 29* 

9 42* 35* 21* 46* 24* 37* . 26*. / ^81* " - ,23* 31* 

110 " 30* 27*. 1.23*:- 36* 14 " 17* • 32* 60* 67* » " 10 

-* r- — — " f~ 



; U 19* 24* 22* ,35*' 07 00- 33* 44* 53* 48* - _ 

_ » , . 

The correlation matrix for first data collection comprises the top half of the table and the 

correlation matrix .for the second data collection forjns. the -bottom half. The names for 

variables l-ll are given in Table 1. " • \ 

v • ' ' " 

r The coefficients have been multiplied by 100. 

;* Significant at or beyond the .05 r level with 87 degrees of freedom. ♦ ■ 
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of social systems.* Partial support was found 'for each hypothesis across 
both data collections, although the relationships tended to ,be stronger 
with the data collected later in the school year. 

For hypothesis one, sty' of seven in the fall and all seven in the 
spring of the coupling measures were significantly correlated with" per- , 



ceived adaptability. The* magnitudes -of the correlations ranged from^.20 
to .32 for the first data set and .23 to .43 in the second. For hy- x 
pothesis-two similar relationships appeared. Goal attainment was a sig- 
nificant; correlate of five^coupling variables in the spring and seven in 



the fall. The size pf the coefficients ranged from .24 to .40 and ^21 to 
.46 in the fall and spring respectively^ 'Five yarfables were consistent 
and strong correlates of adaptability and goal attainment/ They were: 



work systen interdependence of teachers with teachers and with LD spe- 



cialists,- communication among teachers and teachers. with LD specialists, 
and di si i pi ice procedures. These variables represent linkages within the 
•operatingL core, with the middle line to maintain appropriate student be- 
havior, and with the technostructure to plan appropriate activities for 
students with learning disabilities.. The relationships for hypothecs* 
three, for job satisfaction, changed from one statistically significant 
correlate (r = .22) in the fall to* six indicators (range of r = .17 "to tj 
.32) of structural coupling in the spring. , The type and variables relate 
ing student attitudes- changed from two variables linking the operating^ 
core to the technpstruct^nre^ (r = .19 and .29) in the fall data set to 'the 
five other coupling variable's in the spring. Coupling^in the operating - 
core (r "=". : 19^apd . : 2?)lTc6upl ing with the middle line (r = .22 and .35), 
and isolation (r =,,.33) replaced . the variables linking the teehnostructu/'e 
to the operating core as'significant correlates of student attitudes. 



t The coupling variable of work. system interdependence of teachers with' 
ID specialists was a significantly related in seven of eight analyses for * 
the four hypotheses* Three other coupling variables — work system inter- 
dependence and communication among teachers and jdiscipline procedures--. 

were significantly related" in six tes,ts of the. four hygotheses. In .the. 

.* " " " 

case of, for teacher isolation,, all four correlation coefficients were sig- 

• •> * , 

njficant for the spring data, but none in the fall data. 1 As the year * 

progresses, teachers and. students evidently equate time in classrpom with 

positive school outcomes. ,In sum, substantial ^support was found for the 

general proposition that structural -coupling is significantly related to* 

school effectiveness. Examinations of additional relationships and other 

findings, follow. ^ • • ^ 

. forked and interesting differences occur in the relationships between 

the independent and dependent variables for the first and secqnd data col- 

lection sets. In particular,- 25 of 28 (831) coefficients describing the 

fx • * 

relationships between tHe structural coupling and effectiveness variables 
are significant for the spring data as.compaVed to 14 of 28 (50%) for the 
fall data. In the second data set/ the magnitudes of the correlation co- 
efficients for the coupling, and effectiveness variables are much larger ' 
than the first. Do these findings mean that the relationships between th'e 
coupling and criterion variables do not exjst early jn the school year or 
•are Vr Tttey not recognized? Time of the year may have injpdrtant .impl ications 

for research methods and administrative practices and will be discussed in 

* * * • 

detail later ifl this paper. * 4 

Related Findings * • , 

: -7 . 

,The 21 correlation coefficients between the seven structural' coupling 
variables for each data cqllection show, similar and supportive results.. , 



The coupling variables tend/bo be^ correlated significantly among ^them-. V 
selves.' With the elcception-jof the coefficient fo.f ffrrk system inte.rde- 
pendence among teachers and communication among teachers Jr = ,68-for the 
first'collection -and r = .63 for the second),, the magnitudes 'are not large. 
In^acfdition, the directions of the coefficients are consistent with the 
measurement model ; that. is, all tend to be positively correlated except 
for teacher isplation which tends, as expected, to t be negatively related 
•to the -other coupling variables. ■ , 

Within the effectiveness criteria, significant positive coefficients 
characterize the relationships. Five of six in the fa.ll and six of six in 
the spring are significant. The coefficients are also larger in second , 
data set}. TheVefore, schools effective /n one dimension tend to be high 
ithers. ' 



on the 



V 

Discussion ^ 



§asej/on the present data, schools are described by tha teachers as 
being loosely coupled. The mean scores for t^e structural coupling vari- 
ables are for the mosl; part low. Cooperative planning and communica 
events tend to be infrequent, especially for teach ens with tlje LD spe-t 
cialis^s and principal. In addition, teachers indicate that about 25 or 
26 hours per week are spent in isolation of other adults. However, the 
linkage between teachers and principals on matters of student discipline—* 
appear to be relatively tight. * • 

Another important observation is that, with the exception of teacher 
isolation, six structural coupling variables are positively related to the 
criterion variables. More tightly coupled schooTT^nd^to^be more effec- 
tive. This finding is probably explained by the relativefy^madest levels 
of coupling'in school organizations. The limited linkages .found in the 



- *24.. 

) •, • ~ . ■• •■ ; . 

present study are viewed as facilitating the effectiveness of schools, but 
dramatic increases in the tight-coupling should produce a .curvilinear re- 
lationship.-. \ ^ \ • 

.As a group the structural* 'coupling variables were consistent corre- 
lates .of tfie criterion variables, especially /later in the school year. 
For example, five coupling variables— work system interdependence and com- 
nunication among teachers /communicatr on of teachers with the principal, 

•discipline procedures and teacher isolation— were significantly related to 
the four dependent variables in the spring data set. These five variables 
suggest different levels and types of coupling; that is, modest»levets of 
linkages within the operating linkages between the operating core and 
middle line, are associated* with positive school outcomes, especially in r 
tHe spring. ; Yet, as the numbed of hours per week tljat teachers spend -away 
from" other adults increases, so do' the values of the effectiveness cri- 
teria. In other wo'rks* 'teacher isolation in the operating corl which 0 
allows teachers added time to work alone with students is associated with 
organizational effectiveness. 

These findings are highly supportive of Mintzberg's (1979) conception, 
of professional bureaucracies. Discipline procedures and communication of 
teachers with the* principal represent linkages of the teachers in the 
operating core to the principal staff in the middle 1 ine. The function of 

, the linkages include .negotiating and handling disturbances in student be-' 
havidr, an especially important role for the middle line (Mintzberg, 19/9: 



29, 361-363 V. ^SimiJarlv,. the relationships for teacher isolatiorusupport 

/ 



Mintzberg's (1979: 349-351) contention that professionals in the, -Ope©* 
ingcore control .tHeir own work," act relatively independently of their 
^afleagu^ST^nd-^ — The-conc-lusioil that 
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teachers work alone in their classrooms is further reinforced by the 
failure of the communication among teachers variable to enter any of the 
equations. % " ' 

Support for ftintzberg's mode? is also provided by relationships of * 
work system interdependence hetweeh teachers and LD specialists' to per- 
ceiled adaptabliljty and goal achievement/ Mintzbarg (1979: 374-376) 
noted that a major problem for professional bureaucracies is innovate jn. 
New programs cut across existing specialities and call for interdisci- . 
plinary efforts. Linkages between the operating core *ahd the to the 
technostructure allow the teachers to expand their repeVtoire of standard 
programs or set of skills that the teachers have ready to apply to pre- 
determined situations. Irr other words, the cooperative planning with the 

\ : 

LD specialists allows the teachers to categorize the students 1 npeds in 
terms of a standard, program of instruction and to apply that program - 
(MintzbeYg, 1^79: 353). Consequently, linkages with the LD specialists 

a**e associated by. teachers to school adaptability and goal achievement. 

f , 
Change In Relationships. 

-The magnitude of the variable - means, strength of association, and 
type of independent variable relating to the school effectiveness criteria 
exhibited a tendency to change over the course of the year. For example, 
the means suggest that the strength of the first six structural coupling 
and expectancy climate factors. show slight declines and teacher isolation 
a slight increase. As discussed above, the correlation coefficients be- 
tween* the coupling with the organizational effectiveness variables in- 
creased. 

Do the variable relationships exist early in the year are just not 
re<^nfze<hby-the-s^enfes^n — 



start anew each year and evolve into significant relationships by the end 
of the- school year? Al noted by Ransbn, Hinings , and Greenwood (1980: 
2-3) that, while activities and* positions may be loosely linked together 

and while problems", solution's % and actors seem to % make~littl£~ structural 

* * * ** » * 

sense, stability must be aoknowl edged* Similarly, Porter and Roberts " . 
(1976: 1568) maintained that communication ^patterns in organizations have 
a continuity through time* This. stabil ity critically affects communica- 
tion patterns, content, and frequency because it gives the individuals arc 
awareness that their activities, and interactions^ are likely to be repeated. 
However, explanations of the different empirical ^results for the falj and 
spring data sets must accommodate existing and emerging patterns of inter- 
action within the school. Inmost cases new members to .-the faculty and in. 
ITTlttTeinfew ^ addef Tn the fsfll semester. These new actors^ 

f v 

not only must learn the work system interdependences, communication pat- 
terns and appropriate educational outcomes, they will to some extent dis- 
rupt the continuity of patterns for the expferienced educators and student*. 

' %■ . — ^ *\ 

Another factor is that certain timeT^bf-ther-ygar^ as the opening of 

schpo] and preparing for fall activities, hold high potential" for 'crises,- 
disruption of the, sys.tem, and reduced goal attainment. As'* Burl ingame 
(1979: 3-4) observed, a rhythm of seasons characterizes a school year. ^ 
Based on this background, the response to the two questions must In- 
cTude in its explanation of the change s combination of the linkages . eyolv- 
ing and becoming known. Some stability exists among' the variables from, 
one school year to the next. Most of the educators and students .retfirn^ ^ 
artf react relationships from the previous year. However, new actors who % 
do not know the structural linkages and experienced actors fnay suffer from 
u ncertainty associated with new actors and opening school activitie s . On e 



result is -that the associations among the* structural and outcome "variables 

; :\ - * . . i . w 

:are unclear* Another ^esult is. that research records this uncertainty a$ 

' » ' • * * -< 

• * * • t* 

• a lack of relationship between the independent .and dependent variables.' 
But by ,the spring semester the linkages have^ey^iVed', been learned, and 
the relationships with tfie school effectiveness criteria are described 
with high degrees "of asso.ciatifrn. %>. % 

, - Conclusion ■ * v ' ;\< • ' rf a 

— — • ' ->wr • v 

This investigation has integrated and tested a series of hypotheses 
based on structural, coupling as conceived by Weick (1976)^ afid^Mintzbterg 
(1979), and a composite \of school .effectiveness'indicatoirs representing 
.the critical functions posited by Parsons (1960). Several importantTela- 

tionsliips have been described that' suggest directions for future research 

■ < ** 

efforts. . ^ ...... ..^^ 

In agreement with Ranson and his, col leagues (1980: x 2)^ a fruitful 
perspective for future res'earch is the interpenetration of structure, , 
•cl imate and. interactions. * Ta'Study the structured configurations of 
schools and their effects a yseful approach has been developed^ Sousa 
and Hoy (1981). Recently,, they have successfully combined objective and ' 
perceptual measures for ft number of structural factors of schools sucfi! as 

centralization, formalization* standardization, autonomy and technical- 1 

.* — * $ ' ■ 

•competence. ,Jhe Use of both types of measure^, as compared to the present 



stffdy,' allows an investigator to describe tlie influences of 'contextual 
'constraints upon organizational outcomes, Independent of the individuals' 
perception of!\thenw 

fn addition to the frequency of interdependences and communication 
among the parts of the school, richnes^ could be added to our understand- 
ing by using sociometric methods to reveal patterns of interaction and to 



increase the 'confidence that the; groups studied* are,, in fact, interacting • 
task groups (O'Reilly & Roberts, 197:7 : 680). A need also exists to com--. 

* * / 

pare thr frequencies' from two independent sources' (Porter & Roberts* 1976: 
1582-1583). Since ^questions of group structure and' effectiveness are im- 

\ ' w ' " - - ' • y * 

portant for understanding organizational design and development of schools* 

* ' # " v , • 

research is needed to define which Aspects of group structure are potential 
determinants of work system interdependency; communication, climate and" 
performance ;^that is, whether sociornetric or formal structure provides/a 
better representation of interaction and relationships. among objective and 
subjective measures of structural, climate, information flow and organiza- 

tional effectiveness. , - • 

* — * 

While this study did not 'address how special efforts to link school 



parts together actually work, additional studies are needed. The re.la- 
tively large standard cfevfatT&ns~1n the coupling varfa^er~5(nrg&"^ 
siderable variation in structural linkages between schools, ^ohen, Meyer, 
Scott, and Deal (1979;. 29) found that complexity of organizational struc- 
-ture at an earlier time,, complexity of technology, and the extent to, which 
classes are taught in open space schoolTliffect the levels of teacher col- 
laboration. Similarly, Bredo's (1977: 305) data*indicate that open space 
and team policies are predictors of -col legial influence. These studies 
have, focused on the operating core. The findings. of the present investiga- 

4 JO 

tion that other arrangements or initiatives from the technostructu remand 
the m1d3Tmafeo xan affect the level..of interaction among teachers. | 

Additional theoretical arid^ empirical work also is needed on the con- 
cept of organizational r effectiveness of schools. Too often school effec- 
tiveness is defined. narrowly as the scores ^ cognitive tests of academic 
.ability. The present study has* used one approach that worked adequately. 



Moreover, student attitudes should be usjed more frequently because they 
are affected by both structural linkages and expectancy climate. And as 
suggested by Grand jean. (1981*: -289) student attitudes also affect the 
#*jws that their parents hold of the. school, . 

Irt sum, the present studly has provided some insights about ths rela- 
tionships of structural coupling and organizational effectiveness of 
schools,, MuqHF work remains, but fruitful avenues to further bur explana- 
tions of schools have been reviewed and revealed. 



4., 



30 



- / \ REFERENCES 

- 

Angle^H. L.]& Perry, J. L. An empirical assessment .of organizational 
commitment ,and organizational effectiveness. Administrative* Science 
,\ Quarterly , .1981, 26, 1-14. 

Baldridge, J. V. .& Burnham, R. A.. Organizational Innovation:;. Individual \ 
organizational, and environmental impacts. Administrative Science 
. Quarterly , 1975, 20/ 165-176. ' *. 

Bolasco, J.' A. & Alutto, J. A.- -Decisional participation and teacher 

satisfaction. Educational' Administration Quarterly , 1972,. 8 r 44t58. 

Bidwell, C. The schobl as a formal "organization. .In J. 6.. March (Ed.) 
' Handbook t of organizations . Chicago: Rand -McWal ly, 1965. * 

Bredo, L Collaborative relation? among elementary school teachers.. 
Sociology of Education , 1977, 50, 300-309.* * . ' 

Bridges, E. M. & Hallinan, M. T. Subunit size, work system interdependence, 
and employee absenteeism* Educational Administration Quarterly , 1978, 
14, 24-42. ■ ; < 

JuuJjjagame*-^ of educational 

administration. ( rmj> ~ * A — 1A " 7r> iC 

if < 

Cohen, E. 6. , Meyer, i 
teaming in the e' 



Educational Administration Quarterly , 1979, JL5, 1-18. 



. W.,. Scott, W. R. , & Deal, T. E. Technology and. 
ementary school. Sociology of Education , 1979, 52, 20-33. 



Dornbusch, S. H. & Scott, W. R. Evaulatio?! and the exercise of authority : 
A theory of control applied to diverse organizations . San Francisco: 
• Jossey-Bass, 1975. 

Forsyth, P*. B. & Hoy, W. K. ' Isolation, arid alienation in educational or- 
ganizations. Educational Administration Quarterly , 1978,- 14, 80-96. 

GranjJjean, B. D. & Vaughn, E. S., III. Client perceptions of school 

effectiveness: A reciprocal causation model for students and their' 
parents. Sociology of Education , 1981, 5,4, 275-290. 
• * 

Hoy, W. K. & .Mis kelpS* G. Educational administration : Theory , Research, 
^and Practice, 2nd^fed. New York: Random House, 1982. 

Lincoln, J. R. , Hanada, M. & Olson, J." Cultural orientations and indi- 
vidual reactions to organizations: A study of employees' of Japanese- 
r owned* firms.* Administrative Science Quarterly , 1981, 26, 93-115. 

March, J. G. & Olsen, J. P. Ambiguity and choice in; brganizations . 
Bergen, Norway: Universitetsforlaget, 1976. 

Meyer, J. W. & Rowan, B. The structure of educational organizations. In 
M. WWIeyer (Ed.h Environments and organizations , San Francisco, 
Jnssey-Rass, = ^ — 



34 



Meyer, J. W % , Scott, W* R., Cole, S. & Intlli, J. Instructional dissensus 
•and institutional .consensus in schools. In M. .W. Meyer (Ed.h 
Environments and organizations . San "rancisco: Jossey-Bas,s, 1978. 

Mintzberg, H. The structuring of organizations . Englewood Cliffs, N.J.: 
• Preat fce-Hali; 1979. 

'Miskel, C. G. "Principals' attitudes tgward worfc and co-workers, situa- 
tional factors, 'perceived effectiveness* and innovation effort. Edu- 
ca tional' Administration Quarterly *, 1977, JJ., 51-70* . 

Miskel, C. G., Bloom, S. , and McDonald, D. Structural coupling , climate , 
arid learning strategies intervention effectiveness . Final report. 
Lawrence: University of -Kansas Institute for Research in Learning 

• " DisWiritiesiBEH Gorrtract No.. .300-77-0494), 1980. 

. Miskel, C. G. , Fevurly, R. and Stewart, J. \ Organizational structures and 
processes, perceived school effectiveness, loyalty, and job satis- 
faction. Educational Administration Quarterly , 1979, 15, 97-118. 

( — : — : * — . ~ ' * 

Mohrman, A. M. , Jr., Cooke, R, A,, Mohmian, S, A. Participation in 
decisionmaking: A multidimensional perspective. Educational 
Administration Quarterly , 1978,- '13-29, . ^ 

Mott, P. E. The characteristics of .^effective organizations. New York; 
Harper S.Row, 1972. 

Much ins ky, P. M. Organizational communication: -Relationships to organi- 
zational 4 climate and job satis faction /" "Academy of Management Journal , 
1977, 20,' 592-607. , . 

O'Reilly, C. A. & Roberts, K. H. Task group structure, communication,* 
- and effectiveness in three organizations. Journal , of Applied # 
Psychology , 1977, 62, 674-6G1. 

Ouchi, W. G„, Coupled versus uncoupled control in organizational hierarchie 
In M. W., Meyer (ed.h Environments and organizations . San Francisco: 
Jossey-Bass, 1978. 

* 

Parsons, T. Structure and procbss in modern societies. New York: Free 
Press, 1960. \ t « 

Porter, L'. W. & Roberts,. K. H. Communication in'organizations. In M, D. 
Dunnette (ed.>, Handbook of industrial and organizational psy ch ology 

• (Chicago: Rand-McNally, 1976), pp. 1533-1589. 

Ranson, S. , Minings, B. S Greenwood, R. The. structuring of organizational' 
. structures. Administrative Science Quarterly , 1380, 2£, 1-1:7. 

Ratsoy, E. W. Participative and. hierarchical management of schools: 

Some emerging generalizations. Journal of Educational Administration , 
1973, U$ ,.16t-170. » s _ 

Sousa, D. A. &.Hoy, U. K. * Bureau cratic* structure in schools: A refine- * 
^ment and synthesis. in measurement. Educational Administration 
Quarterly , 1981, 17, 21-39. " ~ : . 



32 



Steers J R. M. Problems in the measurement of organizational effectiveness. 
Atfrninistrativs Science Quarterly , 1975, 20.,. 546-558, f 

Steers, R. M. Organizational Effectiveness * Santa Monica, Calif.: Good- 

, : ^#ear., : lS77' v/ s . / / _ ^ : .y B 

Thompson, J. D. Organizations in action .^ New York: McGraw-Hill, 1968. 

Vieick, K. E. Educational organizations as loosely coupled systems. 
Administrative Science Quarterly , 1976, 21, 1-19. 



/ 



■ \ 



36 



